INTRODUCTION
Since the introduction of the communicative language teaching (CLT) approach in the early 1980s and much highlight on learners" communicative competence over the past decades, the term taskbased language teaching (TBLT) has grown in popularity in the field of second language acquisition. Within the varying interpretations of TBLT related to classroom practice, most studies are of the agreement that the core feature of tasks is their focus on the communication of meaning. In Vietnam, like other EFL contexts teachers, especially those at the tertiary level have experienced a variety of methods and approaches of English teaching and learning, from traditional grammar-translation method to CLT and TBLT [1] . However, not many studies so far have been conducted to investigate the perceptions of teachers towards TBLT and difficulties affecting their avoidance of this approach in Vietnamese tertiary context. This study, hence, is in the field of English language education in Vietnam"s Universities, focusing on teachers "perceptions of TBLT related to ways such perceptions impact on their teaching practices.
Stemming from the constructivist learning theory and CLT methodology, the advent of TBLT is the response to certain limitations of the traditional PPP approach, represented by the procedure of presentation, practice, and performance [2, 3] . There exist a number of definitions of what constitutes a "task" among different researchers, linguists, and educators. Willis states that tasks are "always activities where the target language is used by the learners for a communicative purpose (goal) in order to achieve an outcome" . Breen owns a broader definition of task in that a task is "any structural language learning endeavor which has a particular objective, appropriate content, a specified working procedure, and a range of outcomes for these who undertake the task" . Richards, Platt, and Weber view TBLT in a more linguistic and pedagogical way when assuming a task as "an activity or action which is a result of understanding and processing the target language" . By gate et al conceptualizes a task as "an activity which requires learners to use language, with emphasis on meaning, to attain an objective, and which is chosen so that it is most likely to provide information for learners which will help them evaluate their own learning" [7] [8] [9] [10] [11] . Nunan"s definition of task is "a piece of classroom work that involve learners in comprehending, manipulating, producing or interacting in the target language" . Meanwhile, Ellis claims that a "task is a work plan that requires learners to process language pragmatically in order to achieve an outcome that can be evaluated in terms of whether the correct propositional content has been conveyed" [2] [3] [4] [5] [6] [7] [8] [9] [10] [11] [12] [13] [14] [15] [16] .In short, across the variety of definitions of tasks presented, some crucial features have been emphasized: task have a work plan related to the real world, focus on meaning, involve cognitive processing, and have a clear defined communicative outcome.
In many Asian countries, the increasing body of research in teaching area has focused on teacher beliefs. However, the studies investigating teacher beliefs about TBLT in EFL countries are often focused on how public teachers think about government policy moves towards a TBLT curriculum, rather than how they are approaching the teaching of it [9] . In Hong Kong for example, Carless"s findings revealed while there was a variety of reactions towards the implementation of TBLT among secondary school teachers, the most popular reason for them to avoid TBLT was the complexity in carrying out the tasks in their class [10] . In China, Hu discovered that teachers" attitudes towards TBLT ranged from negative avoidance, through passive acceptance, to more active adoption [11] . Many in 30 teachers in Hu"s survey did not use TBLT as it was not an effective method of preparing for their students" examination. This is also the main factor that inhibited the application of TBLT in South Korea [12] .In another Korean case study of Jeon and Hahn , the two researchers found that teachers refused to adopt TBLT approach in their class due to the lack of knowledge about TBLT as well as the concerns about the learners to whom the approach was not familiar [13] . This appears to be in consistent with what Cheng and Moses investigated in their study with 132 secondary school teachers [14] . Although most of the participants held a positive reactions towards TBLT, those who refused to employ the approach confessed that they lacked self-confidence in implementing and evaluating the students" outcomes. In Japan, by contrast, TBLT is being used as a powerful tool for teaching English and teachers are well aware of the central tenets of TBLT for effective language teaching in secondary and tertiary education contexts [9] . In Vietnam, the perceptions of teachers about the implementation of TBLT at tertiary level has not been well documented so far, therefore, it is significant for this current study to be conducted to investigate some issues related to teachers" understanding of TBLT, teachers" attitudes towards TBLT, and the challenges they experienced when implementing TBLT in their class. With this in mind, three research questions guided the analysis as follows:
(1) What perceptions do university teachers hold about TBLT? (2) Whatareuniversityteachers"attitudestowardstheimplementationofTBLT? (3) What are challenges that inhibit teachers" use of TBLT in class?
METHOD

Participants
The subjects of this study were 55 teachers (N= 55), 31 females (56. 4%) and 24 males (43.6%) at Hanoi University located in the North of Vietnam. The teachers" age ranged from 26 to 52. These teachers taught English for different kinds of students in different programs. Some taught General English with the focus on four main skills namely speaking, listening, reading, and writing. Others taught ESP (English for specific purpose) like tourism, accountancy, business, translation and interpretation. Their teaching experience varied from up to 5 years (n=16, 29.1%), 6 to 10 years (n= 19, 34.5%), 11 to 20 years (n= 17, 31%), and more than 20 years (n=3, 5.4%). It can be implied that these teachers have had time to experiment and practice various teaching styles, reflect on the success and failures in class and so were able to provide responses to the survey questions.
Instrument
The instrument to collect data in response with three predetermined research questions was a questionnaire adapted and developed from Jeon and Hahn [9] (see Appendix). The questionnaire consists of four domains. The first one was to obtain teachers"demographic information; the second part was the investigation of teachers" belief of TBLT; the third domain focused on figuring out teachers" attitudes towards TBLT. All of three domains using five-point scale ranging from "Strong Disagree" to "Strong Agree" to measure the participants" responses. Finally, the last section identifies different challenges posed for teachers when working with TBLT. In this section, the participants rated their choices from the given items.
Data Collection and Analysis
The survey was administered online for the convenience of the respondents and low cost for the researcher. Justification of online survey use was also because respondents might feel more willing and comfortable to share information without the attendance of the researcher. The link to the online questionnaire was sent to 87 teachers at Hanoi University via their emails.55 teachers (63,2%) sent back their responses. After the answered files returned to the researcher, they were put ID numbers to be easily checked later in case any problems happened to the database. All the data collected were carefully coded and analyzed under the adoption of the software SPSS (statistical package for social sciences) version 16.0 for Windows. Table 1 illustrates the findings of section 2 of the questionnaire that aimed to probe the teachers" understanding about task and TBLT. The outstanding statistic was written in bold for easy recognition. As can be seen in the table, the first four items examined the understanding of teachers about the task. An overwhelming proportion of the subjects agreed and strongly agreed that a task is a communicative goal direct (78.2%), involves primary focus on meaning (65.5%), has a clear defined outcome (85.5%), and is an activity in which target language is used by learners (61.5%). Items from 5 to 7 related to the key concepts of TBLT in language classroom. In response to item 5, almost half of the teachers understood that the approach is consistent with the principle of communicative language teaching. Regarding item 6 "TBLT is based on student-centered instructional approach", 67.2% showed their agreement and strong agreement with this, while 12, 7% did not share the same opinion, and exactly 20% could not make up their mind about the statement. When it comes to item 7, 78.2% were for the idea that TBLT consists of three stages namely pre-task, task implementation, and posttask. Item from 8 to 10 mentioned the condition under which TBLT can be adopted. In response to item 8, most of the participants believed that materials used with task-based approach should be realworld based (79%). As with item 9, 36.3% of teachers disagreed that TBLT should be used for highlevel students, 21.8% gave undecided answer. Meanwhile, up to 25.5% agreed and 16.4% strongly agreed with the statement. Item 10 collected 52.7% agreement opinion, and less comparative 18.2% disagreement about that TBLT should be restricted to L2 only. Meanwhile, 23.6% people did not decide their choice.
FINDINGS
Teacher Perceptions about TBLT
Table1. Teacher understanding about TBLT (n=55)
Teacher Attitudes towards TBLT
The attitudes of teachers were reflected in the table 2 as followed. In light of table 2, most of the teachers had positive view on TBLT implementation and a firm belief in the benefits that TBLT could bring to their students. Up to 45.6% respondents had agreement and strong agreement feedback that they are interested in applying TBLT in their class, 76.6% thought the approach provides a relaxing atmosphere to encourage target language use. As regards item 13 that "TBLT activates learners" needs and interests", while just over 47% teachers showed their support, 21.8% opposed the statement and 23.6% undecided. In response to item 14 and item 15, a dominating proportion of teachers had positive view that TBLT pursues the development of integrated skills and facilitates a collaborative environment in language class (81,6% and 94.5% respectively). The findings for item 16 indicated that almost half of the teachers disagreed that Vietnamese learners do not respond well to the adoption of TBLT, 27.2% undecided, and only 25.5% gave the agreement opinion. For item 17, more than 70% believed that TBLT should be better adapted to be suitable with Vietnamese learners. Table 3 illustrates the responses to the question about the challenges facing teachers during their practice of TBLT. The findings collected revealed that the most popular difficulty for them when implementing TBLT was that it is not useful for exam preparation (70.9%). Much preparation time and large class size received the second and third highest percentage of votes (67.2% and 61.8% respectively). Almost equal proportion of teachers identified the issue of psychological burden and assessment of learner task-based performance as the reasons for their reluctance of conducting TBLT (around 40%). Only a tiny percentage (5.5%) confessed that they lack target language proficiency.
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Table2. Teacher views towards execution of TBLT (n=55)
Challenges in the Implementation of TBLT
Table3. Difficulties in the implementation of TBLT (n=55)
DISCUSSION
Several important findings from the current study deserve further discussion. First, the data from item 1 to 10 indicate teachers" high level of understanding about core features of task and TBLT. The reason that might help to explain this phenomenon is the advent of ambitious Vietnamese National Project 2020 under which a paradigm shift towards communicative language teaching methodology is encouraged. As such, teachers are advised to apply task-based learning and activity-oriented language use in order to enhance the communicative competence of the learners.
Second, in accordance with teachers" practical knowledge of key concepts of TBLT comes their positive attitudes towards the approach. They own firm belief in the advantages that TBLT brings to their students. Yet, most of the subjects in the study agreed that TBLT should be well adapted to be more suitable with Vietnamese context. This results from the fact that Vietnamese students have been more familiar with the traditional teaching and learning methods in which the primary focus is on forms rather than meaning for quite a long time, and their learning goals as well as context might also be different from those in other countries. Therefore, the adaption of TBLT is crucial to gain success in the implementation. Harris [9] also obtained the similar findings about Japanese teachers" views on TBLT since more than 80% subjects in his study agreed that the approach imported from abroad needs some important adaption.
Where the third research question is concerned, the biggest challenge posed for the teachers is the appropriateness of TBLT to the examination preparation. Another serious concerns are the time of preparation and the large class size. This may result in the fact that most of Vietnamese teachers, like other Asian ones at tertiary level still use traditional method such as grammar translation in the language class rather than TBLT or other CLT methods [15, 16] . This is consistent with Canh"s findings in that although Vietnamese teachers take a positive view on CLT, they find it reluctant and hard to use this approach in practices [17] .
PEDAGOGICAL IMPLICATIONS
Overall findings of the study has shed light on the execution of TBLT in the context of Vietnamese universities. First, it is crucial for teachers to have adequate knowledge on the instructional framework related to TBLT plan, process, and assessment to gain success in conducting TBLT in their language class. This is congruous with Jeon and Hahn [9] in that a task unnecessarily enables its successful implementation unless the teachers understand how task actually works. Therefore, it is useful for university teachers to attend different workshops or in-depth training to exchange and acquire knowledge about this teaching approach. Once teacher understanding and beliefs in the benefits of TBLT for learners increase, this will motivates them to use this approach in their class to provide learners with effective learning environment so that learners can be more exposed to the target language. This is obviously important for Vietnamese students since they lack much contact with native speakers.
Second, the findings from the current study also revealed several difficulties teachers experience when adopting TBLT. The most popular challenge recorded is that TBLT is not appropriate for exam preparation. This matter seems to be beyond the hands of the language teachers and needs top-down policy changes. Though there are many examples of cases in which teachers successfully adopt TBLT approaches for discreet-item tests [18, 19, 20] , the problem related to exam preparation is still among highlighted reasons that many teacher avoid using TBLT in the language class. Therefore, it is suggested that Vietnamese authority and educators should implement vital policy shift from summative assessment to formative assessment that emphasizes on meaning and methods to encourage and enable TBLT approach to be widely applied in different educational settings included universities.
LIMITATIONS
Although the study yields some valuable findings related to the execution of TBLT in Vietnamese university context, it does own several shortcomings that need revising in future research. First, it was conducted to investigate the beliefs and views of teachers on TBLT implementation but only quantitative research instrument was used to collect data. The existence of qualitative interviews with teachers to dig deep on their thinking and opinions rather than the given items in the questionnaire would help increase the reliability of the data. Second, notably, the context the participants in this study might be different from that of teachers in other universities, for example, in terms of class size, teachers" authority, and language proficiency. Therefore, the findings from this study may not be well generalized to other teachers in other settings. As such, a larger scaled study needs to be implemented in the future so that Vietnamese teacher perceptions to TBLT can be properly explored.
CONCLUSION
Conclusively, the subjects in this study own high level of understanding about the tenet of task and TBLT, and in tandem with this come their positive attitudes towards this approach. They believe in the benefits that the approach brings to their students so they are using TBLT as an effective tool to promote students "communicative ability. However, several obstacles hindering their adoption of TBLT in language class need to be taken into thorough consideration. As to the findings of the study, the biggest problem facing Vietnamese teachers is the appropriateness of TBLT to the exam preparation despite the fact that they appreciate the importance of communicative goal rather than discrete item study for test purpose. This implies that endeavor from both teachers and top-down educators are definitely needed to make the implementation of TBLT in language classrooms in Vietnam less challenging than it is thought. After all, the study is of significance since understanding teachers" perceptions of TBLT seems to be the first step toward reflection and assessment on the execution of TBLT to EFL instruction [21] . This also delineates a bright scenario for teachers to design and carry out any real communicative tasks and at the same time contributes to facilitating EFL teachers" practical use of TBLT techniques to promote the learners" communicative competence.
